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ABSTRACT
 
This project is a case study that assesses the
 
contextual factors for the implementation of immersion
 
programs in the American context. The problem of this case
 
study focuses on the readiness of American schools to
 
implement Canadian-style immersion programs for language
 
minority students. The research project uses the Contextual
 
Interaction Model as a framework for assessing factors
 
related to successful immersion programs. Five contextual
 
factors have worked together to create a successful context
 
for Canadian immersion programs; high parental attendance,
 
high language status, superior teacher training and
 
knowledge, students from middle class backgrounds, and goals
 
and policies of the district aiming toward creating
 
bilingual students. These five factors wi1 1 be examined in
 
the American context in order to determine if the American
 
context is equivalent to the Canadian context. Ultimately,
 
the contexts will be compared to determine if Canadian-style
 
immersion programs could be transported to American schools,
 
and if so, what modifications would be necessary.
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CHAPTER 1
 
Introduction
 
With the passage of the original Bilingual Education
 
Act in 1968, various types of bilingual programs have been
 
implemented in states where there is a large population of
 
students whose primary language is not English. Because the
 
laws regarding bilingual education were written very
 
vaguely, they were interpreted differently by different
 
states and districts. As a result, many different types of
 
bilingual education programs have emerged.
 
The broad heading of "bilingual education" encompasses
 
programs labeled transitional, maintenance, primary language
 
instruction, and immersion programs. Some of these programs
 
advocate teaching only in the primary language, others
 
advocate teaching in the second language, while others
 
advocate a little of both. While all of these programs
 
involve language minority students (LMS), the programs do
 
not all have the same instructional goals for these
 
students. Some programs aim at producing fluent English
 
speakers while others aim at maintaining and improving the
 
student-'s primary language as well as having the students
 
acquire the English language.
 
One of the problems in bilingual education is the fact
 
that there is a lack of commitment among educators to
 
support bi1ingual programs. Programs implemented for
 
language minority students are overseen by only a few
 
administrators or teachers who have been trained to work
 
with LMS. These
 
educators have their own ideas of what the program goals
 
should be, and therefore, create programs to meet their own
 
professional needs. Because of this, these programis may not
 
t)e endorsed by mainstream educators and administrators.
 
A second problem in bilingual education is the fact that
 
different districts use different labels for bilingual
 
programs. What one district calls immersion may actually be
 
submersion. For example, in some schools that claim to have
 
immersion .programs, LMS are grouped indiscriminately with
 
native English speakers for all or most of the school day;
 
they are segregated for English as a Second Language CESL)
 
instruction; they have ESL teachers that are monolingual
 
English speakers; there is little effort to provide native
 
language instruction; and the school has limited parental
 
involvement. Many schools would identify the above scenario
 
as immersion, but in all actuality, this is a submersion
 
<sink or swim) prbgram (Cohen and Swain, 1976). What one
 
district calls transitional bilingual education may be the
 
same as a program labeled maintenance bilingual education in
 
another district. Thus, because of the lack of consistent
 
program definition, it becomes difficult to compare programs
 
and ultimately to ascertain exactly what factors bring about
 
success or failure in a program.
 
A iarge percentage bf LMS are falling farth and
 
farther behind in academic subjects as they prpgress through
 
the grades, and many end uP dropping out before completing
 
high school (Ogbu and Matute-Bianchi, 1986). It is
 
imperative to understand instructiona1 factors assOciated
 
with success, regardless of the pfogbam label, if second
 
1anguage learners are to succeed in the United States.
 
Background to the Study
 
Th is study wi11 focus on assess!ng cpntextua1 factors
 
associated with successful Iranersion programs. The
 
Instructional factors most associated with success of
 
immersion programs are parenta] support, language status,
 
teacher knowledge and training, economic status, and goals
 
and polides Of the district, These five contextual factors
 
have been associated with successful immersion programs in
 
Canada over the last thirty years.
 
Language Immersion programs originated in Canada in the
 
1960''s with parents being the driving force beh ind the
 
implementation of these programs. English-speaking parents
 
in Quebec realized how beneficial bi1ingualism would be for
 
their Chi 1 dren in relation to the Job market and r
 
among different ethnic groups. These parents also realized
 
that the tradifional method of teaching French as a foreign
 
language was not successful. They recalled their own
 
experiences as high School students who had studied French
 
as a subject, but upon graduation, could not carry on the
 
simplest conversation in French. Therefore, this concerned
 
group of parents worked in conjunction with Wallace Lambert
 
at McGill University and with Wilder Penfield of the
 
Montreal Neurological Institute (Genesee, 1984) to implement
 
an experimental immersion program in the community of St.
 
Lambert.
 
Genesee (1965) explains the rationale behind the
 
experimental immersion program; People learn a second
 
language CL2) much the same way that they learn their first
 
language CLl). The second language is used as a means of
 
communication, not as a topic of study. In other words,
 
students in Canadian immersion programs would not "study"
 
French, they would study history, literature, mathematics,
 
etc. in the second language. This rationale follows
 
Krashen''s theory of comprehensible input <1984) that
 
students and teachers negotiate meaning through real,
 
interesting, and relevant input.
 
In the St. Lambert experiment, English-speaking
 
students were completely immersed in French starting in
 
kindergarten. Their teachers, honoring the silent period
 
associated with second language acquisition (Krashen, 1984),
 
allowed the students to respond in English at the beginning,
 
but by first grade, all communication was conducted in
 
French. The evaluation of the St. Lambert experiment
 
concluded that the immersion students had attained a high
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level of proficiency in the L2 at no cost to their academic
 
or English language development (Genesee, 1985).
 
Canadian studies have since shown that immersion
 
programs are successful in producing students who attain
 
native-like levels of L2 in productive skills and native
 
skills in receptive language. Additionally these students
 
have a positive self image and positive attitudes towards
 
representatives of the L2 language and culture. In some
 
Canadian programs, English (the student's first language) is
 
not introduced until grade two, three, or four, depending on
 
the schpo^^^^^^ (Genesee, 1985). Because of this, in
 
some cases, as in studies done by Bamford (1989), there is
 
an initial lag in skills in the native language, but this is
 
soon corrected after the introduction of language arts in
 
the^^^^p^ language. Also, students in immersion programs
 
seldom attain true native—like mastery of the grammatical
 
elements of the L2, but they do attain high levels of
 
functional ora1 proficiency CGenesee, 1985).
 
Another successful Canadian immersion study was
 
conducted in British Columbia by Day and Shapson (1988).
 
English-speaking students were instructed from kindergarten
 
to second grade in French only. In third grade, teachers
 
taught eighty percent of the day in French. In grades four
 
through seven, the classes were conducted utilizing French
 
fifty to seventy percent of the time. Again, the results of
 
this study showed that at the beginning, before English
 
 language arts were introduced, the students did experience a
 
1ag 1n their English literacy ski11s. However, these
 
Students ca.ught up with their peers <who were not in
 
immersion programs) within one to two years. This study
 
also showed that the immersion students attained a much
 
higher level of French than the students in a traditional
 
setting in which French was taught as a subJect ^ The
 
immersion students aiso had native-1ike skiiIs in reGeptive
 
French. Oyeraii, the hative Engi ish speaking student
 
were inunersed in Fretnch from kindergarteh scbreb higher- than
 
average in Eng1ish reading, math, and science.
 
ftt this point, it is heipfu1 to review the factors
 
associated with successfui Canadian immersion programs.
 
First, at the implementation stage, it was parents, not
 
teachers or administrators, who were the forde bShind; thebe
 
immersion programs in Canada. These parents be1onged to the
 
middle and professional classes in their communities.
 
Second, the students' primary ianguage <L1) was English^
 
a language viewed by many as beneficial to know,
 
ftdditIbnaily, these chiidren were immersed in French, a
 
1anguage that has prestige as we11 as institutional support
 
in Canada. The students in these Gariadian immersion
 
programs faced no threat of 1 osing their pt-imary 1 anguage
 
<Li). The immersion programs were set up to be additive in
 
nature, that is the students added a second 1anguage whi 1e
 
■maintainihg^ their-;first. 
Third, teachers and administrators of immersion programs
 
were trained extensively in immersion methods. Teachers
 
were trained to present themselves as monolingual speakers
 
of the language to be acquired so that students would be
 
encouraged to acquire this second language (L2) (Genesee,
 
1987). However, teachers in the Canadian immersion programs
 
are bilingual and can understand everything the students say
 
in their primary language (LI) (Cummins, 1989).
 
Fourth, the "who," the students in the Canadian
 
immersion programs, were students who came mainly from the
 
middle socioeconomic class (Hernandez-Chavez, 1984). The
 
families involved in the immersion programs had political
 
power and control over economic resources. Likewise, they
 
had power over the decisions made at the schools which would
 
influence their children.
 
Lastly, the goals of the Canadian immersion programs
 
assured that the students would be truly bilingual because
 
of this program. Students were set up to be successful in
 
both languages, not to have their primary language replaced
 
by French.
 
The Problem
 
With the success of the St. Lambert and the British
 
Columbia programs, immersion programs soon became widely
 
implemented across Canada. Because of this early success,
 
American educators became quite interested in using the
 
Canadian program models for Inimersing ; American LMS.
 
However, transplanting programs wholesale from Canada to the
 
United States overlooks important cpntextual factors. It
 
cannot be assumed that findings from a foreign context can
 
be generalized to education in the United States. Without
 
careful study of immersiph mode1s in the United States
 
cpntext;, schools may be importing a hew set of problems.
 
The current study wi 11 exarnihe the applicabil ity of using
 
Canadian immersiOn models in ah American educatiorial
 
'■sett'lhg;.: • 
Statement Of the Problem 
This study wi11 examine the following question: Are 
United States schools ready tP implement Canadian style 
immersidn programs for LMS? Before United States Schools 
can answer this question, these Canadian immersion programs 
need to be thoroughly examined from an American point of 
view for appl ic^bi1ity with mn^ Many 
schopis impiement programs because they seem to have worked 
wel 1 for someone e1se; another SGhOPl, another district, or 
perhaps even another statg^ In many cases, these so cal1ed 
"successful" prp have not been analyzed for 
implementation in different cohtexts. Factors such as 
parenta1 attendance, 1anguage status, economic status, 
teacher training and knowledge, the goals and pdlides 
of a diStrict need to be exautnihed in order to assess Wheth 
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United States schools are prepared to uti1ize programs based
 
on the Canadian experience.
 
Research Questions
 
This study will examine the following research
 
questions;
 
1. Is there a difference in parental attendance
 
between two Site schools and Canadian schools?
 
2. How does the status of Spanish in the two site
 
schools compare to the status of English in the danadian
 
programs?
 
3. How does the training and knowledge of teachers in
 
two United States site schools compare with Canadian
 
teachers on the subject of bilingual education?
 
4. Is there a difference in economic class between
 
study subjects and Canadian students?
 
5. ftre the goals and policies of the two site schools
 
the same or different from those of Canadian schools for
 
second language learners?
 
 Th
 
This study is based on the theoretical framework
 
set forth by Cortes, Sue and Padi11a (1986). The Cohtextual
 
Interaction Mpdd1 (CIM) is a dynamic modei that looks at the
 
relatlpnship between social, institUtibnal, and classroom
 
factors and school achievement. Numerous non-school
 
societal factors are re1ated tp the aeademic achievement pf
 
LMS: fcunily, cpmmunity, npn-schppl institutipns, mass media,
 
heritage,^ cuitUre, bthnlcity, attitudes, pCrceptiPns,
 
spclp-ecompnlc. status, end educational 1eveI. This CIM
 
takes into cpnsideration the complex and 1nterdependeht way
 
that these factors act upon one another. There is no single
 
simp1e cause for the great underachievement of LMS. Their
 
success or failure cpmaS about; as a result of multiple
 
;factprS:-poming"H:nto.,pTay,/-:
 
The contextual factors specific to this case study are
 
parenta1 support, language status, teacher training and
 
know1edge, economic status, and the goals and policies of a
 
district. Parental support, 1anguage status, and economic
 
status are al 1 factors that influence the societal cbntext.
 
These societal factors In turri influence the school context.
 
Within the school context the educatiohal input factors are
 
made UP of^^^ t^ training and knowledge as well as the
 
goals and pol icies of the district, ft11 of these factors
 
uitimate1y aftect student abi111ies such as the1r oral
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proficiency in Li and L2; their academic skills; their
 
attitudes toward Li and L2; and their attitudes toward
 
school and teachers.
 
The Contextual Interaction Model (CIM) can be used to
 
assess the readiness of a school to implement a Canadian
 
style immersion program. Since Canadian style immersion has
 
proven successful in Canada, it will be the Canadian context
 
that American schools must strive to duplicate in order for
 
this same type of program to be successful in the United
 
States. The context that needs to be created involves
 
supportive parents who have some influence in the school,
 
two languages (LI and L2) that have equal status, (In
 
Canada, both French and English are looked favorably upon
 
and neither is viewed as a less prestigious language.)
 
teachers who have been trained in immersion methods and who
 
are also truly bilingual, students who are from the middle
 
socio-economic class, and lastly, goals for immersion
 
students that include becoming truly bilingual and viewing
 
bilingual ism as an additive process and not one of
 
subtracting the primary language (LI).
 
When speaking of readiness of a school to implement an
 
immersion program, the school must have met the above
 
criteria for duplicating the Canadian context. In some
 
cases, schools may have met some of the criteria, but not
 
all five aspects. Some of the above mentioned contextual
 
factors can be changed by the school, such as the teacher
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training and knov/ledge. However, some contextual
 
such as 1 anguage status and ecprioraic status,
 
changed, A school needs to determine not only if it has met
 
the criteria for a successful immersion program, but if
 
sociefey, pr the immediate pdmmunity which the schoo1 serves,
 
is ready for such a program. A school will not be ready tp
 
imp!ement a Canadian;style immersion program until ai 1 five
 
contextual factors are duplicated.
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CHAPTER 2
 
Review of Related Literature
 
The review of re1ated 1iterature wi11 be organized into
 
five sections. First, a description of the Canadian context
 
in which immersion programs have been implemented wil l be
 
provided. Second, an overview of sbme of the immersion
 
programs implemented in the United States wil l be provided.
 
Third, a discussion of the American context in which
 
immersion programs would have to be implemented for LMS wil l
 
be conducted. Fourth, a comparison and contrast between the
 
Canadian and American contexts will be conducted to
 
determine under what conditions immersion programs in the
 
United States might be successful. Lastly, an examination
 
of current research will be provided with an emphasis on
 
what is being recommended for LMS in the United States
 
context. :
 
The Canadian Context
 
Immersion programs in Canada have proven to be
 
effective. Because of their success, immersion programs
 
currently exist in almost every province of Canada.
 
Students who have been in Canadian immersion programs have
 
acquired a high level of oral proficiency in their second
 
language <L2), while at the same time, have developed their
 
primary language <Li> at the same rate as students who were
 
not in immersion programs (Cohen and Swain, 1976). To
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understand the factors that have brought about such
 
widespread success in these programs, it is necessary to
 
examine the contextual factors in the Canadian sej;;ting
 
The first iniportant cohtextual factor is that of
 
, parental attendance. Students who were ihyolved in
 
immersion programd in Canada^^^^^^ ^ ^^^^^^^^^^ parents who^^ i w
 
supportive and involved in their educational process. This
 
was evidenced by the ifact that it was parents* in part, who
 
initiated the St. Lambert experiment which served as the
 
impetus and model for other immersion programs in Canada and
 
the United States (Genesee, 1984). Because these parents
 
■W^^^ middle class educated backgrounds, they had 
knowledge of the schooling process as weli as the means and 
ca.pacity to improve upon e 1ements of this school ing drdcess 
so that their children would benefit. 
Additionally, the language policy at the federal and 
provincial levels of government in Canada provided 
incentives for Engi ish-Canadian parents to enrol 1 their 
Childceh in French immersion programs (Lambert, 1974). Due 
to the fact that the St. Lambert school had parents who were 
willing and ready to have their children learn a second 
language <L2)i t school was ready to implement an 
immersidn prograin. Had the parents not been as supportivd, 
or had they not wanted their children to learn a second 
language (L2), this school may not have been ready to 
impiemeht an inunersion program. For such a program to be 
effective, parents must want their children to acquire
 
another language.
 
The second contextual factor was that of language
 
status. Language status refers to how a society views a
 
particular language; its value, prestige, and daily use. If
 
a society considers a language valuable to know, or as an
 
asset, then that language has a higher status than one that
 
society views as less useful. Also society can view one
 
language as more prestigious than another which also
 
influences the status, of a language. If a society uses one
 
language more than another, the language which is used more
 
has a higher status.
 
In some areas of Canada, the French language has a high
 
status and, therefore, is viewed as an asset. Although
 
English is the dominant language of the country, French has
 
prestige in some contexts and also has institutional
 
support, especial ly in the Quebec area. In this context,
 
English-speaking children learning French have no sense of
 
inferiority as their social group is the dominant social
 
group and their language is respected (McLaughlin, 1984).
 
Thus, when English-speaking Canadians acquire French through
 
immersion programs, they are praised and encouraged even if
 
they sound less than native-like (Hernandez-Chavez, 1984).
 
Additionally, the student''s primary language (English)
 
is fully maintained,and these students do not fear losing
 
their LI. This concept of maintaining the primary language
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<L1 > while acquiringi a second is referred to as
 
Bi 1 ingual ism CCummins, 19^ Instead of ^^ - c to
 
think, as many educators do, that mpi^® B instruction wi11
 
result in faster and more pr6ficient L2 acquisition,
 
educators must real ize that^ ^ b 1 ingualism has an "additlve"
 
characteristic. Ediacatdrs nead to think in terms , of
 
'^adding" a second ianguage on top of what the student
 
already knows, and hpt; of "repiacing" the language that the
 
student comes with (Lambert, 1975). In this way, the chiid
 
wi 11 be able to become tru1y prbf icient in both ianguages.
 
In Gaha sinee both Engiish and French are considered
 
1anguages with h igh statuses, the concept of additive
 
bi iinguaiism banomes a real ity. Chi 1dren are not i-n danger
 
of iosing their Li because it is constantiy reinforced by
 
society. Parents in Canada 1ook h igh1y upon the abi1ity to
 
converse in a second language (L2) and view the kndwledge of
 
L2 as -a - vaiuabla^asse^ ^ V r;/'
 
A third COntextuai factor associated with successfui
 
immersion programs is the teacher training and knowledge.
 
Imniersion teachers in Canada are trained to use a specific
 
pedagogy tha;t has^^ b proven successful for immersion
 
students ^G®hesee, 1987). Immersion teachers use
 
communication-based ihstruction, cooperative 1earning, and
 
strive for positive; interactions between teachers and
 
students. Teachers have been trained and understand the
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benefits of allowing the students to respond in their native
 
language CL1> during the initial months of immersion.
 
Also, teachers: are aware of the negative aspects of
 
over-correcting and are trained to model the correct
 
language for students rather than overtly correct student
 
mistakes. Canadian immersion teachers understand the
 
rationale and theoretical orientation behind the methods
 
they implement in the immersion classroom as they have been
 
inserviced on the current research on this topic. Usually
 
the teachers are bilingual in French and English and are
 
able to understand everything the students say in either
 
language and can respond to them (Cohen and Swain, 1976).
 
In some cases, teachers may not be native speakers of the
 
L2, but they are perfectly fluent in it and possess the
 
appropriate vocabulary in which to address children. These
 
immersion teachers also value the child-'s home language and
 
culture and view bilingual ism as a positive asset.
 
h fourth contextual factor is that of economic status
 
of the families involved in the immersion programs. In
 
Canada, the students who participated in the immersion
 
programs were students who came mainly from the middle
 
socio-economic class (Hernandez-Chavez, 1984; Swain and
 
Lapkin, 1982). The parents of these students had political
 
power and control over economic resources and were very
 
active in the school in getting.what they wanted for their
 
children. Likewise, they also had power over decisions
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made within the schools, and because of that power, school
 
programs were designed (as in the Lambert experiment) to
 
meet their needs.
 
Programs tend to be more successful if parents agree
 
with them and support them. In this context in Canada, the
 
parents were the onesj who wanted their children to be in an
 
immersion program. Because of their political power base,
 
they were able to ensure that a program was implemented that
 
met their needs. If this had been a group of parents from
 
the lower economic class without experience in political
 
activism, they may not have had the resources necessary to
 
get such a program implemented.
 
A fifth contextual factor is that of the goals and
 
policies of the Canadian districts involved in the immersion
 
programs. According to Campbell (1972), immersion goals
 
include acquiring native-like proficiency in speaking,
 
understanding, reading, and writing in L2? making normal
 
progress in achieving the standard objectives of the
 
elementary school curriculum; maintaining normal progress in
 
the maturation procesls of their LI; and developing positive
 
attitudes toward representatives who speak L2 while
 
maintaining a positive self-image as representatives of
 
their community. According to Genesee (1984), immersion
 
goals include developing LI fully and L2 to a high degree;
 
achieving academically in both LI and L2; and developing
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native cultural knowledge while adding L2 culture for
 
enrichment.
 
Although the wording of the goals may differ depending
 
on the author, the one overriding goal of immersion programs
 
is that they focus not only on acquiring the L2, but also
 
place much emphasis on fully developing and maintaining LI.
 
In Canada, this goal Of acquiring the L2 and maintaining the
 
Li is successful Iy met through immersion programs.
 
In summarizing the Canadian context, immersion programs
 
have proven successful when certain criteria have been met.
 
Immersion programs have been successful when parents of the
 
students involved are in agreement with the goals of the
 
program and want their children to learn a second language
 
CL2). In Canada, immersion programs have been successful
 
when both the LI and L2 involved are languages that have a
 
high status in the community in which the program was
 
implemented. Immersion programs have been successful when
 
the teachers have had the appropriate training and knowledge
 
to effectively implement strategies that have been proven
 
successful with second language learners. In Canada, the
 
immersion programs have enrolled students of the middle
 
socio-economic class whose parents have had some political
 
power and the means to get their educational needs met.
 
Lastly, the successful Canadian immersion programs have
 
focused on simultaneously acquiring the L2 and on fully
 
developing and maintaining the Llv
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American Immersion Programs
 
The literature indicates that there is a great range of
 
immersion programs in the United States (Genesee, 1987;
 
Gersten and Woodward,: 1985). Some of these programs immerse
 
native English-speaking students while others immerse native
 
Spanish-speaking students.
 
One of the first immersion programs in California took
 
place in Culver City', in 1971. English-speaking students
 
were immersed in Spanish language classes which proved to be
 
very successful (Genesee, 1987). All instruction in
 
kindergarten and first grade was done in Spanish. The
 
student's primary language (English) was introduced in
 
second grade through language arts. Initially, the students
 
lagged behind those who were hot in the program in English
 
language development. > However, the immersion students did
 
catch up to their peers within a year of having English (LI)
 
language arts introduced in second grade, much like the
 
students in the immersion programs in Canada. The American
 
immersion students attained high levels of functional
 
Spanish although they did not attain native-like fluency.
 
Another success;ful program was the Montgomery County
 
Immersion Program, which began in 1974 at the Four Corners
 
Elementary School in Rockville, Maryland. In this program,
 
al l instruction in kindergarten and first grade was given in
 
French to native English speakers with the exception of P.E.
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 and Music. Again, the same results were found as in the
 
Culver City Program; immersion students initially lagged
 
behind in English language development, but caught up
 
quickly when formal English language arts instruction was
 
provided beginning in second grade (Genesee, 1987).
 
A final example deals with immersing a group of
 
Hispanic students in Uvalde, Texas. Although this group of
 
students spoke a minority language (Spanish) for the United
 
States as a whole. In this small Texas town close to the
 
Mexican border, the majority of the inhabitants spoke
 
Spanish and Spanish was the major language for commerce and
 
government. In school, all the teachers were bilingual, but
 
instruction was conducted in English with new vocabulary
 
being explained in Spanish (Li).
 
The Uvalde Program, then, is a program that immersed
 
Hispanic students ini English. The teachers taught the
 
content areas in English using sheltered techniques. The
 
home language, Spanish, was used to clarify instruction, and
 
also used in some cases for translating. Additionally,
 
parents and the community were highly involved in this
 
program. The students became involved in this program when
 
they were in kindergarten and continued until third grade.
 
These students scored above or near the national norm on the
 
language subtest and at, near, or above the national median
 
level in math on . the Metropolitan Achievement Test
 
administered in English (Gersten and Woodward, 1985). This
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immersion program dealing with Hispanic students learning
 
English proved to be very successful in this particular
 
context due to the fact that the teachers used specific
 
teaching strategies that had been proven successful with LMS
 
(Gersten and Woodward, 1985).
 
After looking at the American immersion programs, one
 
can make two conclusions; that American immersion programs
 
modeled after Canadialn immersion programs can be successful
 
with language majority children, and that American immersion
 
programs can be successful with LMS in certain contexts.
 
First, the Culver City and the Montgomery County immersion
 
programs successfully immersed English-speaking language
 
majority students in Spanish and French respectively. The
 
two programs were modeled after the Canadian immersion
 
programs. Second, the Uvalde Program successful ly immersed
 
Spanish-speaking students in English. This program took
 
place in a smal l town very close to the Mexican border in
 
which the majority of the inhabitants spoke Spanish.
 
Therefore, these language minority students who were
 
immersed in English were in no threat of losing their
 
primary language CLl), due to the fact that the language of
 
their surroundings provided a;n adequate context to maintain
 
their LI even if they did not maintain it at school.
 
22
 
 American Context for Immersion Programs to be Implemented
 
/ ■ . 
In order to successfully transplant a Canadian immersion
 
model to the United States, one must carefully assess the
 
American context to see if and how it differs from the
 
Canadian Context. If the contextual factors that allow for
 
a successful immersion program in Canada are not present, or
 
cannot be made present, in the United States, it may be
 
difficult if not impossible to transplant this model.
 
The factor of parental attendance as it relates to the
 
American context is necessary to consider. According to
 
McLaughlin (1984), in the United States, parents are
 
uninformed or misinformed about the purpose and goals of
 
bilingual programs in their district. This lack of
 
information, or misinformation, influences parental
 
involvement in many sdhools.
 
According to Paulston (1975), the United States does not
 
provide adequate incentives for parents to want their
 
children in a bilingual program which could ultimately make
 
them bilingual. American parents do not see the long term
 
benefits of being bilingual. Many parents have in mind only
 
that they want their children to learn English the quickest
 
way possible with no regard for their primary language (LI).
 
In regards to the second contextual factor, language
 
status, in the United States, the largest group of LMS
 
speaks a language (Spanish) that is not highly regarded by
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the English-speakingi society. In fact, some cities and
 
states have voted to designate English as the official
 
language in their Jurisdictions. Spanish has no 
institutional support and is not a valued language in 
society. Spanish is considered nonstandard and 
inappropriate for learning advanced concepts 
<Hernandez-Chavez, 1984).
 
Additional ly, these students often lose their primary
 
language <L1) along with their culture. When students end
 
up losing their primary language (LI), they have experienced
 
Subtractive Bilingual ism (Cummins, 1989). When children
 
experience Subtractive Bi1ingualism, their LI skills are
 
gradually replaced by L2. This happens when children lack
 
educational support for the development of their LI. In
 
other words, subtractive bilingual ism can occur when
 
children are placed in programs that place so much emphasis
 
on acquiring the L2 that they do not spend time maintaining
 
and developing the LI of the children. In many cases, the
 
children hear L2 on the playground, on the radio, on the
 
television, and are basically surrounded by the L2, that the
 
L2 eventually replaces the LI. The fact that Subtractive
 
Bilingual ism can and does occur in the United States
 
illustrates the fact that Spanish is not a highly valued
 
1anguage.
 
The third contextual factor is that of teacher training
 
and knowledge. In the United States, because of lack of
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 training, teachers h^ve used various teaching methodologies
 
when work ing with LMS|. for exampIe, some teachers use total
 
physical response, others use the natural approach, sti 11
 
others use a functjdnai approach. There has been no
 
Systematic eveiluation of these me;thods to see which ones are
 
successful tind which not (Hakuta and Gould. 1987),
 
Addi t ipnalIy, teachers continue to have 1ow expectations for
 
LM8 (Cohen and Swain,i 1976). Teachers have not been trained
 
as to what kinds of work they can expect from LMS who are in
 
the process of acquiring their L2. Some teachers, who have
 
had no training at all in second language acquisition
 
methods, have been forced to work in bi1ingua1 programs
 
because there are not any qua1 i fled teachers to f1M such
 
positions. Because pf this lack of knowledge, it has beeh
 
shown that teachers have lower expectatIons for the academic
 
success of Spaniish-spSaking students than for
 
Engiiish-speaking Studehts (Carter, 1970).
 
The economic status of Spanish'-speaking students in
 
the United States is the fourth cdntextuai factor that plays
 
a major role in their educational experience. Most
 
SpaniSh-speaking students come from lower c1ass backgrounds
 
based on occupation ; of their pate <Hs'^hSLndez-Chayez,
 
1984). Their parents Ivave 1 ittle or no control over
 
resources tHernandez-(?havez, 1984). Because of this, these
 
Students are fObced to ta'<® P^rt in an educationai system
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that caters to the needs of the more powerful majority group
 
(English speakers).
 
For example, since many programs for LMS are created by
 
a few teachers with, perhaps, the help of an administrator,
 
programs become transformed into something that no longer
 
meets the needs of the LMS, but into something that meets
 
the needs of the teachers and/or administrators who created
 
the program. At times, the parents of these LMS are not
 
wel l informed about educational research and do not know
 
what exactly is best; for their children. Many times, the
 
parents of LMS wil l trust that the teachers have placed 
their children in an appropriate program without really 
knowing the goals or specifics of the program. 
The last factor influencing the American context
 
involves the goals and policies of a district. Regardless
 
of the district involved, the goals and policies of American
 
immersion programs . tend to overlook development and
 
maintenance of LI in order to focus solely on the
 
acquisition of L2. According to Genesee (1984) the goals
 
for United States programs include developing L2 to a
 
native-like proficiency while phasing out the LI; achieving
 
academically only in L2; developing L2 culture in school,
 
but maintaining LI culture in the home. In a study by
 
Hakuta and Gould (1987) every district surveyed listed as a
 
goal the development of the students' English to the level
 
of participation in all-English classrooms. Only fifteen
 
percent of these districts listed the goal of maintaining
 
the students'' first language <L1).
 
To get a clearer picture of what the context is for
 
Spanish-speaking students in the United States, it is
 
helpful to look at a broad view of American attitudes
 
regarding bilingual education. A study was done in which
 
English-speakers from Miami, Florida; Los Angeles and San
 
Diego, California; New York City; and San Antonio, Texas
 
were surveyed (Buddy and Sears, 1990). Of the 1,170 people
 
surveyed, only one-third could accurately describe bilingual
 
education. The third of the respondents who were aware of
 
what bilingual education was, were not favorable towards
 
bilingual education. It appeared that bilingual education
 
attracted the most opposition from those who knew the most
 
about it. Buddy and Sears (1990) concluded that support for
 
bilingual education w'i 11 decline sharply if it is portrayed
 
as cultural and linguistic maintenance as opposed to
 
directly teaching English with no primary language (LI)
 
support.
 
In summarizing the American context that presently
 
exists, one can begin to see some differences from the
 
Canadiain context. In the American context, parents of LMS
 
are not likely to be involved in the education of their
 
children and are, at times, uninformed or misinformed about
 
the program in which their children participate. As for the
 
status of the students* primary language (LI), Spanish is
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not highly valued by society and some would say that it is
 
not a language that should be used to learn advanced
 
concepts. Society in general does not support programs that
 
aim at maintaining the Spanish language and culture. In the
 
American context, teachers have had little or no training in
 
the methods proven successful to teach students who are
 
acquiring a second language. Also, the LMS in the United
 
States are generally coming from lower class backgrounds.
 
These famil ies usually have 1itt1e control over resources
 
and rarely implement changes within the school. Lastly, the
 
goals of American programs tend to emphasize the acquisition
 
of L2, while overlooking the maintenance and development of
 
the Ll, which eventual 1y results in Subtractive Bilingualism
 
(Cummins, 1989).
 
Comparison of the Two Contexts: Canadian and American
 
In comparing the Canadian context with that of the
 
American context, one can see that there are marked
 
differences in relation to the five contextual factors of
 
parental attendance, language status, teacher training and
 
knowledge, economic status, and goals and policies of the
 
district. In Canada, parents are supportive of immersion
 
programs; in the United States, parents are uninformed and
 
not involved in the education of their children. In Canada,
 
the languages involved in the immersion programs have high
 
statuses while in the United States, Spanish is looked down
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upon, In CanadaV teachers are we11 trained to imp1emeht the
 
immersion programs while in the United States, teachers are
 
poorly trained or not trained at al l. The economic status
 
of the students invplyed in the Canadian programs is higher
 
than that of t^^ invdlved in the American programs.
 
In Canada, the main goal of the immersion programs is to
 
acquire L2 whi1e deve1oping LI. In the United States, the
 
oyerridihg goa1 is^ to acquire the L2 wlth 1 i111e time
 
devoted to maintainirig the LI,
 
The question stli1 remains: Is it pdssidie to use the
 
Canadian immersion model in the United States with LMS? If
 
so, wouid mddificatidns need; to de made with the Canadian
 
model? In answering this question, it is he1pfu1 to 1ook at
 
some of the characteristics that Gdheh and Swain (1976) haye
 
deemed necessary for positive results from immersidh
 
•programs.- ■ 
1. iAn instruction is initially done in L2; in second,
 
third, or fourth grade, language arts are introduced through
 
the primary 1anguage (LI),
 
2. All kindergarten students are monolingual in LI.
 
3. In first gradey,^^^^^^^^^ speakers of yL2 may dccasiona1 1 y
 
and temperariiy be y Used as peer modeis of L2 so that
 
ypidginatiph :ddes'POt-yOccur.y :, V
 
T^ learners hre heterogeneousiy grouped with no 
ettentiOn to social,j class, iriteliigence, or personality 
factors, . y-'v-y--!:■-•■: 
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:5. The teachers are bi 1 ingual, but only speak L2 in the
 
classroom.
 
6. are permitted to use LI until
 
they fee1 comfortab1e speaking in L2.
 
7. in fifSt grade and beyond, the teacher requests that
 
' Ohiy,>L2.,bevused.';.v
 
8. The program follows the regular school Curriculum.
 
9. The teacher expects that students wil1 learn content and
 
v'E2:-hhrough/i'lmmersl:oril:f
 
id. Support from the community and administration is
 
;hssent:ial.7^, /'h 7..
'h
 
If one examines these characteristics carefully^ it is
 
apparent that in the United States a:n idear situation, such
 
as the one described j byv Coheh and Swains does not exist.
 
Students in AmerIcf^n iclassfobms are not monolingual in LI.
 
NEP CNbn-English Prof icient) and LEP CLimited-Ertglish
 
Proficihnt) students are in glasses that also have riatiV^^
 
Engl ish speakers. Many of the American teachers, as Is true
 
of Amefleans as a whole, are not . Many times,
 
programs that schools have implemented for NEP and LEP
 
speakefS: do not fol1ow the regu1ar school curriculum These
 
students fire out of the regular class'^hhm to
 
participate in a "special" language class, or ESL
 
instruction, or something othef than v/hat the English-only
 
Speakers are doing. Also, a characteristic of bilingual
 
30
 
education in the United States is that the community and
 
administration are not supportive of immersion or any
 
bi1ingual program. Many times parents, because of lack of
 
know1edge regarding research in bi1ingua1 education, insist
 
that their children be placed in English-only classrooms.
 
If the United States is to have successful immersion
 
ptpgr^s, it is essept141 t of these characteristids
 
are taken into consideration or changed.
 
Current Research in Immersion Education
 
After evaluating the two differing contexts between
 
Canada and the United States in terms of the five key
 
contextual factors, it is possible that an alterhative form
 
of immersion would work best in the United States context;
 
This alternative form could prove to be beneficial not only
 
for LMS, but also for language majority students.
 
Current research , in immersion education leads educators
 
to a type of immeirsloh 14beled "two-way immersion/enrichment
 
programs." This model combines minority and majority
 
language speakers and teaches them in two languages. In
 
this type of program, LMS receive academics in their LI and
 
English language arts. Majority language students receive
 
academics in their L2 and language arts in English. There
 
are four critical features of a two-way immersion/bilingual
 
enrichment program (Lindhblm, 1990):
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1. The program involves some form of dual language
 
instruction.
 
2. One language is used at a time.
 
3. Both native English and non-native English speakers
 
participate, preferably in equal numbers.
 
4. Students are integrated for most content instruction.
 
By using this model, the needs of language minority and
 
majority students would be met simultaneously. This program
 
design is based on the premise that a second language (L2)
 
is best acquired by LMS when their LI is firmly established.
 
In conjunction with! this, a second language (L2) for
 
language majority students is best developed through
 
immersion. This conflicting premise follows that the
 
minority language, Spanish, is in Jeopardy without early
 
intensive exposure. English, the majority language,
 
however, will develop without hinderahce due to the
 
dominance of English in our society.
 
The goals of two-way bilingual immersion include
 
reaching high levels of language proficiency in both LI and
 
L2; academic achievement at or above level in both LI and
 
L2; and an enhanced psychosocial development and
 
cross-cultural skills and attitudes (Lindholm, 1990).
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Conclusion
 
The research since 1962 has demonstrated that there are
 
generai lY positive gains among certain groups who have been
 
in immersion programs provided that the acquisition of a
 
second language <L2) in no way threatens or retards the
 
development of the native language CLl) (Bamford, 1989). In
 
contrasting the Canadian programs with the American
 
programs, Lambert <1972) points out that whereas English is
 
a valued "minority" language in French-speaking Canada,
 
Spanish is not highly valued in the United States. Lambert
 
(1972) goes on to say, "To place such children in an
 
initially all-English instructional program would be to
 
misapply the immersion process in a harmful, subtractive
 
way."
 
; Summary
 
Canadian immersion programs have proven to be
 
successful in the Canadian context. This Canadian context
 
includes supportive parents, languages of high statuses,
 
well trained knowledgeable teachers, students of middle
 
class backgrounds, and having the goal of creating truly
 
bilingual students. The United States context, however, is
 
quite different. In the United States, the parents are not
 
as supportive and do not attend school functions as they do
 
in Canada, the primary language (LI) of the students does
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not have a high status, the teachers need much more training
 
and knowledge, the students are of lower class backgrounds,
 
and the primary goal of United States programs differs in
 
the fact that American programs aim at producing students
 
who acquire the L2 quickly with little regard to the LI.
 
Perhaps, after reviewing these two differing contexts,
 
one should look not to tranporting the Canadian immersion
 
model to the United ! States, but perhaps to changing the
 
model to fit the context that presently exists. In the
 
United States context;, a two-way immersion program would be
 
a better model to follow than the Canadian model. With
 
two-way immersion, language minority and majority students
 
could work side by side for the benefit of all in one
 
classroom.
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CHAPTER 3
 
Design/Methodo1ogy
 
This stu a case study df two elementary schools in
 
rurei Southern California. A case study is an investigation
 
that includes three d First, a case study
 
investigates a situation within its real context. Second,
 
the boundaries betw^en thd situa11on and tfta context of that
 
situation are not always blear^ other words. It is
 
sometimes hot possible to separate the situation from the
 
cohtekt in which that situation is occurring. Third, in a
 
case study, multiple sources of evidence are used to analyze
 
■■fthe'; situat'iqn.,;(Yin, 1981). 
This case study wi11 examine two schools by looking at 
f 1ve factors that are assoc iated wi th a school-s readiness 
to Imp1ement an immersion program. Five factors w111 bfe 
examined so that multiple evidence exists from which 
conclusions may be drawn. Data on all five factohs will be 
col lected and will then be compared to the Ihformatibri 
available on the Canadian immersion programs. If the data 
Gollected is comparable to the information already known 
about the Canadian programs, then one can conclude that that 
particular school is ready to implement a Canadian—style 
Immersion program in a United State context. A qualitative 
analysis will be Oonducted in order to determine the 
readiness bf two schools for the implementation of an 
immersion Style program for Spanish-speaking students. 
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Subjects
 
To determine the readiness of these two schools to
 
implement an immersion program, data wil l be collected from
 
NEP and LEP students themselves, teachers, and
 
administrators.
 
Students
 
Approximately six percent of the students in the
 
district are migrant children. These students were born
 
outside the United States and have been attending United
 
States schools for less than three complete academic years.
 
Furthermore, there is a growing population of migrant
 
students currently being identified in the district.
 
The students that this district serves are of varying
 
linguistic and socio-economic backgrounds. The district's
 
population includes students of African-American, Hispanic,
 
Asian, Pacific Islander, Filipino, and Caucasian
 
backgrounds. However, forty-one percent of al l students
 
enro1 1ed are Hispanic. This Hispanic group of students is
 
the largest language minority group served by this district
 
(Harris, 1992>.
 
According to an R-30 Language Census Report dated March
 
i, 1989, this district had 417 NEP Students, 525 LEP
 
students, and 896 FEP (Fluent-English Proficient) speakers
 
at the elementary level. These numbers do not include those
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students who orij y speak Ehgl ish. These numbers refer to
 
students who come from hdmes where a ianguage other than
 
Ehglish is usad:and have red as either NEP, LEP,
 
or FEP'.; Breaking those humberis down ^ that iftefans that on the
 
average, each elementary schoo1 in the district had 153 of
 
these students.
 
The students who wil l participate in this study wil l be
 
students ciassified as either NEP or LEP by the Idea
 
Proficiency Test (Ballard and Tighe, 1979, 1982) that the
 
district is current1y using to classify Students. Data will
 
be col leoted from 200 students C93 students from schooi A
 
and 107 students from school B>. Sixty-six of the students
 
will be classified as NEP while 134 students wil 1 be
 
classified as LEP. School A is 48% Hispanic while school B
 
is 78% Hispanic. In comparing the two schoolsi school B has
 
more teachers who^^^ ^S^^ Spanish as we11 as a principal who
 
speaks Spanish. Students at school B take part in cu1tural
 
celebrations, such as Cinco de Mayo, whereas students at
 
school A do not. NEP and LEP students at School B are
 
serviced in their classroom while NEP and LEP students at
 
school A are pulled from theib regular ciassroom to w^
 
English skills with an aide.
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 Teachers
 
The teachers who will be included in this study are
 
regular teachers in grades first through fifth who teach in
 
the two^^ e Data wi 11 be collected from 38
 
teachers <20 te^ from school A and 18 teachers from
 
school B). Their teaching experience ranges from
 
twenty—eight years fo one year, Their educationa1
 
backgrouncls range from masters degrees and admihistrative
 
credentials to emergency ere s- Spme teachers are
 
native Spanish speakers wi^lie others speak no Spanish at
 
al l V A11 teachers, at; both sc wil l be giyen a
 
questibnnaire to complete so al 1 teachers wl11 have an
 
opportunity to be included in this study.
 
Administrators
 
The administrators who wii1 be iriterviewed ate the two
 
principals and one assistaht brihcidai tha employed at
 
the two elementary schools chosen for this study. Qhe d
 
the principa1s has worked in the district for fifteen years.
 
She began as a teacher and has been principal at two
 
elementary schools in the district. She is English-speaking
 
and knows no Spanish. The assistant principal at this
 
school iS; in her second year iri this pbsitioh, She aisb was
 
a teacher in the district before becoming assistant
 
principal in the middle of the 1991-1992 school year. She
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is English-speaking but has studied Spanish abroad and is a
 
fluent Spanish speaker. The second principal is new to this
 
district, but has been working as a principal in another
 
area where the population is similar to this one. This
 
principal is bilingual speaking Spanish and English
 
fluently.
 
Parents
 
The parents involved in this study are Hispanic
 
parents, ihe majority, of : these parents come from working
 
class homes and are either skilled or unski11ed 1aborers,
 
having little formal education. Many parents are single
 
parents and work two Jobs to make a 1iving. In cases where
 
both parents are in the home, it is common for the mother to
 
be a housewife while the father works as a gardener or
 
service wprker. A1so, it is common for the mothers of these
 
families to babysit or clean houses for extra money.
 
These families follow the tradition of the extended
 
family. Many times they will welcome cousins, aunts, or
 
elderly parents into their home to live with them for a
 
short time. This extended family serves as financial and
 
emotional support in times of need (Griswold del Castillo,
 
1984). There is usual ly a family member nearby to watch the
 
children, help cook the evening meal, or to lend a hand
 
whenever something needs to be done. These families are
 
very close and very supportive of one another.
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To gather data to answer the five resea,rc:h questions of
 
this study, questionnaires will be completed by teachers and
 
students and interviews will be conducted with the
 
administrators. Teachers wi 1 1 be given a ten questiph
 
questionnaire that they wi 11 respond to individually. The
 
questiohhaire wi1i fbcus pn questions re1 to 1anguage
 
status and teacher training and knowledge. Teachers wi l l
 
use a fpur-part Likert scale for five questions. A sixth
 
question wi11 ask teachers to rank four 1anguages. Question
 
7 wi 11 ask teachers how many inservices they havd attended
 
in the past year dealing with bi1 ingua1 education whi 1e
 
question 8 wi 1 i ask for the number of uh i versity c1 asses
 
they have completed in the past year that dealt with
 
bi1ihgua1 educatiPn. The two fina1 questions wi 11 ask how
 
often teachers al low KEP/TEP students^^^t do work in Spanish,
 
and If they send notices home in Spanish (see Appendix B for
 
a sample of the questionnaire).
 
The f explanatioh of how data
 
wi11 be gathered for each of the five research questions.
 
Research Question #1: Is there a difference in parental
 
attendance between two site schools and Canadian schools?
 
To answer this question, administrators will be asked
 
if parents of NEP and LEP student attend school meetings,
 
such as Site Council Meetingb* They w also be asked how
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many of these parents attend such meetings and how often
 
they attend.
 
Research Question #2: How does the status of Spanish in the
 
two site sch^ compare to the status of English in the
 
Canadian programs?
 
To answer th is guesti pn, a11 tssiciiec's at both e1ementary
 
schoo1s will have an opportuhlty to offer their evaluations
 
priv t.his to^^ by responding indiyidually to five questions
 
related to 1 anguage s^^^^ on their questlonnalre. Teachers
 
wi11 be able to rank Ianguages, indicat1ng whlch 1anguage
 
they View as belng the most prestigious. Teachers wi11 also
 
strongly agree, agree, disagree, or strongly disagree with 
.'.st'a^tements';:re'latad-'t-prManguage'V-Status:. ■ 
ftlso, NEP and LEP students 1n f1rst thrpUgh fifth
 
grade WiT1 have ah opportunity tp offer their evaluations on
 
the topic of Iahguage status by responding individua11y to
 
fi Ve questions on their qyestionriaire. Students wi11 ah
 
"yes" or "no" to two questions related to language status.
 
Students will also choose "English" or "Spanish" as
 
responses to three questions.
 
The students in this study will be those students
 
assessed as either NEP or LEP on the Idea Proficiency Test
 
(Ballard & Tighe, 1979, 1982) ahd who are in first through
 
fifth grade. The students who are tested with the Idea
 
Proficiency Test are those students whose parents indicated
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that a language other than English was spoken at home on the
 
Home Language Survey. Upon registering a child for school,
 
parents are asked to f111 out the Home Language Survey. The
 
Home Language Survey asks four questions: 1) Which
 
1 ahguage did your son/daughter 1 earn when he or she f irst
 
be^an^y talk? 2) What 1anguage does your son or daUgjhter
 
mos^ frequently use at home? 3) What language do you use
 
mdst frequently to speak to your son or daughter? and 4)
 
Name the l anguage most gften spoken by the adults at home.
 
If a parent answers a ianguage besides Ehglish on any of
 
these four questions, that chiid wi11 be tested with the
 
Ide^ Proficiency Test and given a label of either NEP, LEP,
 
or;,EEP.;^v. ■ ■ V' 
The Idea Proficiency Test is a test that is used to 
determine the oral English fluency of studehts from
 
non-English backgrgunds In grades kindergarten to fifth.
 
This t®st ^ sks students to respond by pglhtlng to a picture,
 
to respond with one to ^ wo word phrases, and i n the more
 
advanced 1evels, to respOhd with complete sentences.
 
Depending gn how mahy s^htigns the student can respdnd to
 
correct l y in cgnjunctidh;with his or her grade level,;the
 
a<±nlnistrator Of the test determines if the student is NEP,
 
LEP, or FEP. There are six levels total, labeled A, B, G,
 
p, E, and F. Fgr exaWpJe» a student could be labeled as NEP
 
A, LEP B, or FEP E, depending on his or her grade 1eve1, and
 
how many levels he she was able to pass on the test.
 
On the Idea Proficiency Test, each 1 eve1 corresponds to
 
one of the stages explaineci by Krashen <1981) in the Natural
 
Approach. Level A GOrresponds to the pre-production stagev
 
If a student tested In this category, he or she would
 
respond non-verbal ly and have approxirnate1 y 500 words in
 
their receptive yop Level B and part of 1evel C
 
correspond to the early production stage A student in the
 
eariy production stage would be able to respond with one or
 
two words and non-verba11y. The student's vocabu1ary wou1d
 
encompass approxImately 1,000 receptive wOrds, 10% of which
 
he would be able tO ejcpressi Part of 1 eye1 G, P, and part
 
of 1 eve1 E fall under Krasheh''s heading of speech emergence.
 
A student In this stage, like an ear1y production student,
 
can express 10% of his or her Vocabulary, but now has 7,000
 
receptive words. Part of level E and all of level F
 
correspond to the intermediate fluency stage. Once a chiId
 
reaches th is Stage, he or she shouId be able to engage i n
 
dialogue, continue to express: 10% of their VoCabu1ary, and
 
wi11 have aPProximate1y 12,000 words in his or her receptive
 
vocabulary. The study included dnly those students labeled
 
as NEP or LEP by the Idea Proficiency Test.
 
Research Question #3: How does the training and knowledge
 
of teachers i n two^; States schoolsi compare with
 
Canadian teachers on the subject of bi1Ingual education? «
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To answer this question, teachers will have an
 
opportunity to answer five questions individually on a
 
questionnaire related to teacher knowledge. On three
 
questions, teachers will respond to statements by either
 
choosing strongly agree, agree, disagree, or strongly
 
disagree. On two questions, teachers will choose the number
 
corresponding to how many inservices and university classes
 
they have completed during the past year related to
 
bilingual education.
 
Research Question #4; Is there a difference in the economic
 
class between study subjects and Canadian students?
 
To answer this question, school records will be used to
 
identify the occupations of the parents of the NEP and LEP
 
students.
 
Research Question #5: Are the goals and policies of the two
 
site schools the same or different from those of Canadian
 
schools for second language learners?
 
To answer this question, administrators will be asked
 
to describe the goals and policies in place at their
 
respective schools. Questions will be asked in the form of
 
interviews with principals and the assistant principal.
 
Data Needed
 
The data needed will be personal responses to a
 
questionnaire illustrating attitudes, beliefs and knowledge
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of t^s^ching methods by the teachers at the two schools under
 
.Investigation. Additionally, the elata needed will also
 
include personal responses to a questionnaire i1lustrating
 
the attitudes and beliefs of the LMS at the two schools. In
 
order to Qather data from the administrators on their
 
personal attitudes and bei iefs, interviews wi11 be conducted
 
with the administrator'^ of each school.
 
Parental attendance: An interview with the principal
 
of each elementary school will be conducted to determine how
 
many parents of^ ^ ^N^ E.EP students are active in the site
 
counci 1. Information wi11 be gathered as to how many
 
parents attended such meetings within the 1ast six months,
 
and how many meetings were held within the last six months.
 
Language Status: Teachers will be given a
 
questionnaire that askS how they view the Spanish and
 
English languages; which language they value more and which
 
is more prestigious. Teachers wi11 also iDe asked if they
 
al 1ow NEP and LEP sfjclents to do work in Spanish and how
 
often. Lastly, teachers wil 1 respond to questions related
 
to sending notices home in English onlyv Students wi11 also
 
be giyen e questionnaire on the subjept of language status.
 
They wil 1 be asked if they like to speak English Or Spanish
 
better at school and which language they use on the
 
playgrbund. They wi11 be asked if they use Spanish in their
 
classroom and if they read a in Spanish,
 
Additionally, they will be asi<ecl which language they prefer
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to use when speaking to someone who understands both
 
languages.
 
Teacher knowledge/Training: Teachers will be asked if
 
they feel qualified to teach sheltered English to^^^^^N^
 
LEP students. They will be asked if they are familiar with
 
teaching methods for NEP arid LEP students and if they feel
 
that they can meet the needs of the NEP and LEP students who
 
are placed in their classes. On the subject of trairiing,
 
teachers will be asked how many inservices and how many
 
university classes they have attended and completed in th®
 
past year that dealt with bilingual education programs or
 
instruction. Teachers wi11 also be asked how many years
 
they heave taught and how many of those years were spent
 
teaching NEP br LEP.stu Also, teachers wi11 be asked
 
which credent arid ^ degrees they^? h if they have a
 
Language Develbpmerit Special ist Certif1cate tLDS) or a
 
Eji iinguai Certificate of Compenterice CBcd).
 
Economic ;Stattis; The ecbriomic status of the NEP and
 
LEP students at both schools wi11 be Obtained through schooi
 
records. Economic status wi11 be based on the Parents''
 
occupatipri^.^ Economic status will be divided into four
 
groups; 1) executives, professionals, and managers; 2)
 
semi-professional, clerical and sales workers, and
 
technicians; 3) skilled and semi-skilled employees; and 4)
 
unski11ed emp1oyees. Based on what the parent recorded on
 
the school emergency card, the student wi11 be piaced irtto
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one of the above categories. If the parent listed an
 
occupation for both the mother and father, the one with the
 
highest status will be used to classify the economic status
 
of the child.
 
Goals and Policies of the District: The goals and
 
policies for NEP and LEP students at these two elementary
 
schools will obtained from school site administrators. This
 
information will later be compared to the goals and policies
 
of the Canadian immersion programs to see if they are in any
 
way equivalent.
 
Data Col lection
 
Parental Attendance: This data will be gathered
 
through interviews with the site administrators. Questions
 
wil l be asked relating to how many parents of the NEP and
 
LEP students attend school functions such as Site Council
 
meetings. Administrators will be asked specifically how
 
many of these parents have attended during the last six
 
months.
 
Language Status: This data will be collected through
 
two questionnaires; one for students and one for teachers.
 
The teacher questionnaires will be placed in the teachers'
 
boxes and returned to the school secretary once they have
 
been completed. The questionnaires will be picked up from
 
the secretary the fol lowing week. The student
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questionnaires wi i 1 be given tt> the teachers or aides who
 
work the with %ef NEP anE^^^E students. These teachers
 
and aides will be asked to have their students complete the
 
questionnaires, in Engiish or Spanish, at their convenience.
 
The teachers and aides wil 1 be asked to re^^
 
questionnaires to the students in both 1anguages antf
 
students will be able to choose the language in which they
 
wish to respond. Teachers will be asked to write the grad
 
level and language classification of each student gfi the
 
questionnaire.
 
Professional Training and Knowledge: This data wil l be
 
coiiected through questionnaires administered to teachers at
 
the two elementary schools. Questions wil 1 be^ ^ ^^ a^^
 
pertaining to how many classes in the area of bilingual or
 
ESL methods teachers have taken. Teachers wi 11 also be
 
asked ^ abqut^^ on this topic. Additionallyi
 
teachers wil1 be asked how they view themselves in terms of
 
being trained and prepared to teach NEP and LEP students.
 
Economic Status: This data will be collected from
 
school emergency records. The emergency cards of the NEP
 
and LEP students wi11 be used to determine the occupation of
 
their parents. The occupations wil1 then be compared to a
 
stratification table that categorizes occupations.
 
Goals and Policies: This data will be gathered through
 
interviews with administrators. Administrators will be
 
asked what types of bilingual programs they have at their
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schools and what kinds of services the NEPS and LEPS
 
receive.
 
Data Analysis
 
The teacher questionnaire will provide data on two of
 
the five researcl;! questions; 1) How does the status of 
Spanish in the two site schbois cbmpare to the status of 
English in the Ganadian programs? and 2) How does the 
traihing and knowledge bf; ^teachb Stated 
schools compare with Gahadian teachers on the dubJect gf 
bi1inguai education? Quedtionnaibe data wi11 befanalyzed in 
two separate categories. On the teacher questionnaire, 
questigns one > two, six, n ine, and ten focus on 1 anguage 
dtatus Csee Appendix Each question wi 1 1 be analyzed 
separate1 y. Each re^^^ Wi11 have a humericai value of 
one through foub; one beihg strongly agree, two being agred, 
three being disagre©, ■ anb four being strongly disagree. 
ihitialiy, a frequency distribution for each questibhwi11 
be conducted in order to know how many teachers responded in 
which Way tb each question. : Then, total 'Sub—scale dcbres 
related to language status (questions one, two, six, nine, 
and ten) will be computed. These responses will provide an 
individual and sub-scale range and means of how teachers 
view the status of Spanish in relation to the status of 
English. Once individual question frequencies and sub-scale 
scored are calculated and given percentage equivalents. 
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scbres below 50% will be considered low status, and scores
 
of 50% or above will be considered high status.
 
The second set of questions focus on teacher training
 
and knpwledge. The frequency distribution fbr each question
 
wi11 be anaiyzed separately to assess how many teachers 
responded to each question. Then, total sub^scale scores 
related to traihing edge Cquestions three, four, 
fi ye, seven, and eight5 wii1 be computed. These responses
 
wi11 proyide an individual and sub-scaie rahge and means of
 
how prepared the teachers are in the area of biiingua1
 
immersion programs. By comparing the training of these
 
teacher groups to the training Of the teachers who
 
implemented the immersion programs in Canada, it wil1 be
 
possible to determine how ready each school is to impiemeht
 
an immersion program.
 
A frequency distriblition of the student qCiestionnaires 
wi11 also be conducted. These questionnaires are set up so 
that the students c^h only mark one of two responses. Each 
question wili be analyzed individually in relation to 
1anguage status♦ Each response wi11 have a numer ical value 
of either one or two^ one being or " yes", two 
being "English" or "np." Then, total sub-s scores wil1 
be computed. These responses wil 1 provide information on 
how the students view the status of SpanishV Once these 
scores are translated into percentages, a -scOre below 50% 
will be considered low status, whlie a score of 50% or above 
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will be considered high status. These sub-scale scores will
 
be computed by school site so that each school can be
 
compared to the Canadian model.
 
In the area of parental attendance, attendance at Site
 
Council Meetings will be examined to see how many NEP and
 
LEP parents of students have been in attendance. The data
 
collected from the interviews with the administrators will
 
provide information that can be used to compare each school
 
to the Canadian model.
 
To analyze economic status, occupations of the parents
 
of NEP and LEP students will be categorized. Then
 
percentages of parents who have professional,
 
semi-professional, skilled, or unskilled jobs (based on a
 
stratification provided by the California Assessment Test)
 
will be calculated. Having these percentages will allow for
 
a comparison to be done with the Canadian model.
 
After interviewing both principals and the assistant
 
principal, an explanation of the types of programs the two
 
schools provide for their NEPS and LEPS and the goals and
 
policies of these programs will be given. An examination of
 
the instructional services and goals and policies in each
 
setting will be performed to determine if the two schools
 
are equivalent or different from the Canadian programs.
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CHAPTER 4
 
Analysis and Results
 
The analysis and results for each school will be
 
reported in relation to the five research questions.
 
Analysis
 
Research Question #1
 
Is there a difference in parental attendance between
 
the site schools and Canadian schools?
 
This question can be answered by examining the numbers
 
of parents in attendance at Site Council Meetings.
 
According to state guidelines, a school receiving School
 
Improvement Plan (SIP) money, such as both site schools,
 
must have a Site Council that proportionately represents the
 
ethnic populations at the school. At school A, the average
 
number of parents attending these meetings was ten, with two
 
of the ten parents being Hispanic. At school B, the average
 
number of parents attending these meetings was thirty, with
 
twenty-five of the thirty parents being Hispanic. The ideal
 
is to have the ethnic populations represented
 
proportionately at Site Council Meetings in terms of total
 
enrolIment at the school.
 
For this study, if the percentage of Hispanic parents
 
attending Site Council Meetings is equal to, or above the
 
percentage of Hispanic students enrolled in the school, the
 
parental attendance will be classified as high. If the
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percentage attending such m is below the percentage
 
enrol 1ed in the SGhbol-^^^ attendance wi11 be classified as
 
At school A, the ^  parents numbered two of the
 
ten total parents in attendance. Therefore, Hispanic
 
parents made up 20% of the parents attending Site Coiincil
 
Meetings, but the school enrollment showed 48% Hispanic.
 
Because the percentage in attendahce was below the
 
enrollment' percentage, school A was determined to have low 
Iparentallattendancer;;f:■': ■; 
At achpol B, the Hispanic parents numbered twenty-flye 
of the thirty total parents In attendance^ Therefore, 
Hispanlc parents made up 83% of the parents at tending Site 
Counci1 MeetIngs, wi th the school enrolIment being ?§% 
Hispanic. Because thef percentage in attehciance exceeded the 
enrol 1inent percentage, school B was determined to have high 
parental attendance. 
In Canada, although exact numbers are not aval1able, it 
is known that the brigihal St. Lambert experimehtai program 
Was ihltiated by a group of Involved parents (Geneseey 
1984). Since this group of parents was able to implement a 
new program, one can assume that parental attendance in 
Canada was high. 
school A conipared unfavorably^ ^ ^t the 
Canadian model while school B compared favorably on the 
Issue of parental attendance. 
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Research Question #2
 
How does the status of Spanish in the two site schools
 
compare to the status of English in the Canadian programs ?
 
In this study, language status was comprised of
 
personal value placed upon a language, prestige associated
 
with a language, and the use of that language on a daily
 
basis. Personal value placed upon the Spanish language was
 
measured by question #1 on the teacher questionnaire. The
 
results showed that both site schools did value the Spanish
 
language as 55% of the teachers at school A and 78% of the
 
teachers at school B strongly agreed with the value
 
statement (see Table 1).
 
In the Canadian setting, English was also highly valued
 
by the teachers. English was the dominant language of the
 
country and was a respected language CMcLaughlin, 1984).
 
The Canadian programs were set up to be additive in nature
 
so that the students in immersion programs would be fluent
 
in both the LI and the L2. Students in French immersion
 
programs were in no threat of losing their English skil ls.
 
In comparing the site schools to Canada, then/ in terms
 
of the value placed on the language, both site schools
 
compared favorably with Canada. The site schools and
 
Canadian schools did place a positive value on the student's
 
primary language <L1).
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Table 1
 
Pistrlbution of teacher responses
 
to Spanish status at schools A and B
 
Response
 
Question # *SA A D SD
 
School A/B A/B A/B A/B
 
Question 1 55%/78% 35%/i7% S%/6% 5%/0%
 
Question 2 0%/0% 0%/6% 78V61% 22%/33%
 
*SA = strongly agree
 
A = agree
 
P = dipagree
 
SP = strong1y disa^ree
 
A secdnd^^ 1anguage statu& was that bf
 
prestige. "Teachers were asked if they felt Spartish was more
 
prestigious than^^ngiish^ ^^^^ ^C 2). At school A, 100% of
 
the teachers either disagreed or strongly disagreed with the
 
statement. At school B, 94% of the teachers either
 
disagreed or strongly disagreed with the statement <see
 
Table 1). There was an overwhelming response indicating/
 
that Spanish was not more prestigious than English.
 
In Canada, however, French CL2) was considered to be a
 
prestigious language. French had institutional support and
 
was viewed as an asset <Hernandez-Chavez, 1984).
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On the point of language prestigej the site schools
 
compared unfavorably to the Canadian schools. French was
 
viewed as a prestigious language in Canada, but Spanish was
 
not viewed as a prestigious language at the site schools.
 
Another measure of language prestige was that of ranking
 
four languages; English, Chinese, German, and Spanish
 
(Question 6). At school A, 50% of the teachers ranked
 
Spanish as the least prestigious language. At school B, 73%
 
of the teachers ranked Span i sh as the second most
 
prestigious language. These percentages indicate that
 
school A viewed the Spanish language as 1 ess prestigious
 
than did school B. Therefore, on this measure of prestige,
 
school A compared unfavorably with Canada, but school B
 
compared favorably.
 
Another component of language status was that of daily
 
use of a 1anguage. When teachers were asked if they al1owed
 
their students to do work in Spanish (Question 9>, 65% of
 
the teachers at school A responded that they always or
 
sometimes al1owed this (see Table 2). At school B, 88% of
 
the teachers responded that they always or sometimes al1owed
 
work to be done in Spanish. Likewise, 85% of the teachers
 
at school A said that they always or sometimes send notices
 
home in Spanish (Question 10). At school B, 100% of the
 
teachers responded that they always or sometimes send
 
notices in Spanish.
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As for daily use of Engl ish In Canada, students were
 
allowed to use English during the initial weeks of an
 
Table 2 '' ■ j 
Distribution of teacher responses to
 
daily use of Spanish at schools A and B
 
Response
 
Question # *A SO BE N
 
School A/B A/B A/B A/B
 
Question 9 i5%/35% 50%/53% 30%/0% 5%/12^
 
Question 10 20%/94% 65%/6% 15%/0% 0V0%
 
* A always
 
SO sometimes
 
SE seldomly
 
N never
 
immersion program. However, once the teacher felt that the
 
students were able to communicate In the L2, she expected
 
all communication to take place in the L2. Then, students
 
would not be taught in their LI for two to three years,
 
depending on the program. After the complete immersion in
 
the L2, students would then study language arts in their Li,
 
spending anywhere from 20% to 50% of their day studying in
 
their LI (Day and Shapson, 1988). As for,sending not ices
 
home in English, teachers did conduct communication with
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parents completely in English as the parents did not know
 
'Erehch'.-,, >
 
Comparing the site schools to Canada on the issue of
 
daily use of the Li, there would only be a difference during
 
the two to three years that Canadian students were fully
 
immersed in the L2. After this stage, students were able to
 
communicate in either language as were the students at both
 
site schools. Therefore, both site schools would compare
 
favorably to Canada on the issue of daily use, the final
 
measure of language status.
 
In summar1zing the factor of language status as viewed
 
by teachers based on personal value, prestige, and daily
 
use, with the exception of language prestige at school A,
 
both site schools compared favorably with Canada on the
 
issues of language status.
 
Language status was also measured by student responses
 
at both site schools. The results indicate that while the
 
students at both site schools prefer to use English
 
(Question 1) (see Table 3), the majority of Students at
 
school B use Spanish when speaking to a bi1ingual perspn
 
(Question 2> and when on the playground (Question 5), unlike
 
the students at school A. The results also show that the
 
majority of students at school A do not use Spanish in their
 
c1assroom (Question 3>, or read and write in
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Table 3
 
Distribution of student responses
 
to Spanish status at schools A and B
 
Response
 
School A School B
 
Question # English/Spanish English/Spanish
 
Question 1 73V27% 65%/35%
 
Question 2 49V51% 40%/60%
 
Question 5 65%/35% 35V65%
 
Yes/No Yes/No
 
Question 3 8%/92% 89%/ll%
 
Question 4 29V71% 63V37%
 
Spanish CQuestion 4). However, at school B, the reverse is
 
true; the majority of students do use Spanish in the
 
classroom and do read and write in Spanish. Since more
 
Spanish is being used on the playground and in the
 
classrooms at school B, the status of Spanish is higher at
 
school B than at school A.
 
Again, in Canada, English was a valued language. It was
 
the dominant language and the students were in no way
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hindering their development of their LI by being in an
 
immersion program (Lambert, 1985). In Canada, both English
 
(LI) and French (L2) were highly valued 1 anguages.
 
In comparing the 1anguage status as viewed by students
 
at the site schools to the 1 anguage status as viewed by
 
students in Canada, school A compared hegativeIy to the
 
Canadian schools while school B compared positively.
 
In summarizing the factor of 1anguage status, there are
 
simi1arities and differences between the site schools and
 
the Canadian model. Depending upon whether one looks at the
 
ya1ue piaced upon a 1anguage, the prestige a 1anguage has,
 
or on the dai 1 y use of a 1 anguage, wi 11 determine how the
 
site schools compared to Canada. Taking al 1 the elements of
 
lahguage status as ci whole, site school B compared more
 
favorably to the Canadian model as schodl B only differed on
 
one area in terms of 1anguage status. SchdOl Ai however,
 
differed on three of the fiye issues related to 1anguage
 
status.
 
Research Question #3
 
How does the training and knowledge of teachers in two
 
United States site schools compare with Canadian teachers on
 
the subject of bilingual education?
 
On most questions relating to teacher training and
 
knowledge (see Table 4), the resu1ts showed that the
 
60
 
majority of teachers at school B felt that they were
 
qualified to teach NEP and LEP students (Question 3), were
 
familiar with teaching methods for NEP and LEP students
 
(Question 4), and could, therefore, meet the needs of these
 
students (Question 5). With the exception of the question
 
regarding being fami1iar with teaching methods for NEP and
 
LEP students, the results showed that the opposite was true
 
for teachers at school A. At school A, the majority of the
 
teachers did not feel qualifled to teach NEP and LEP
 
students and did not feel that they could meet their needs.
 
Additionally, at both site schools, the majority of teachers
 
responded that they had not attended any inservices or
 
completed any university cIasses dealing with bilingual
 
education in the 1ast year.
 
In Canada, the immersion teachers are highly trained to
 
use a specific pedagogy that has been proven successful with
 
immersion students (Genesee, 1987). These Canadian teachers
 
are aware of the research dealing,with second language
 
acquisition and successfully uSe methods for teaching second
 
language learners.
 
Comparing the training and knowledge of the teachers at
 
the site schools to Canadian teachers gives a positive
 
comparision for school B, as these teachers are fami1iar
 
with methods and strategies and are meeting the needs of
 
their students, but a negative comparison for school A, as
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Table 4
 
Responses to teaeher training
 
and knowledge at schools A and B
 
Question # *SA A D SD
 
School A/B A/B A/B A/B
 
Question 3 5%/50% 21%/i7% 37%/22% 37%/il%
 
Question 4 i2%/44% 35%/50% 35%/6% 18%/0%
 
Question 5 10V53% 25%/41% 45V6% 20%/0%
 
3 or more one
two zero
 
Question 7 5%/22% i5%/i7% 40%/39% 40%/22%
 
Question 8 llh/llh 5%/6% IIH/Oh 74%/83%
 
*SA = strongly agree
 
A = agree
 
D = disagree
 
SD = strongly disagree
 
these teachers do not feel qualified to teach NEP and LEP
 
students.
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Research Question #4
 
Is there a difference in economic class between study
 
subjects and Canadian students?
 
In this study, economic status was based on parent
 
occupation. h random sample of NEPS and LEPS were chosen
 
from each of the two schools. The emergency cards were
 
checked, which were filled out by the parents themselves, to
 
see what the parents had listed for their occupations. The
 
table provided by Individual Tests of Academic Skills CITAS)
 
Test Jixaminer Manual, Grade 3 was used to categorize the
 
occupations. This table was created by the School Research
 
and Service Corporation. The table classified jobs into
 
four categoriesj 1> unskil led employees 2) skilled and
 
semi-skilled employees 3) semi-professional, clerical and
 
sales workers, and technicians and 4^ executives,
 
professionals, and managers.
 
At school A, a total of 180 occupations were classified
 
according to the above categories. At this school, 90% of
 
the occupations were classified as either unskilled,
 
semi-skilled, or skilled (see Table 5). At school B, a
 
total of 90 Jobs were identified and categorized according
 
to the above matrix. At this school, 97% of the occupations
 
were considered to be unski11ed, semi-skilled, or ski 1 led.
 
In Canada, however, the parents of the students involved
 
in second 1anguage learning were from middle class
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Table 5
 
Parent occupations at schools ft and B
 
Classification of Occupation
 
* 1
 
School h 56% 34% 8% 2%
 
School B 77% 20% i% 2%
 
* i = unski1 led
 
2 = skilled, semi-skilled
 
3 = semi-professional, clerical, sales, technicians
 
4 = executives, professionals, managers
 
backgrounds (Hernandez-Chavez, 1984 and Swain & Lapkin,
 
1982). These parents had political power and control over
 
economic resources.
 
Both site schools compared unfavorably to Canadian
 
schools on the factor of economic status of the parents of
 
students who are acquiring a second language.
 
Research Question #5
 
Are the goals and policies of the two site schools the
 
same or different from those of Canadian schools for second
 
language learners?
 
\ ■ 'v ^ V,''. 
This district has a set of goals that were 'district
 
wide for second language learners. Each school j was to
 
fol low these district goals, making modifications asi
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necessary for each particular school site depending on the
 
numbers of second language learners and numbers of qualified
 
bi 1 ingual teachers. The district's goals are as fol ibvjs:
 
1) Develop English language proficiency <L2) 2) Provide
 
for academic achievement 3) Develop self esteem and 4)
 
Provide for cross-cultural understanding.;
 
Principals and assistant principals were interviewed
 
about their specific goals and policies for the bi1ingual
 
students at their respective schools.
 
At school A, both the principal and vice principal were
 
interviewed at the same time. When asked what the goals of
 
the billngual program at school A were, the principal (who
 
is a monolingual English speaker) said she was not quite
 
sure how to answer, and looked to her bilingual vice
 
principal for the answer. The vice principal explained that
 
the goals were to teach the students Engl ish (L2) so that
 
they could transition to alI-English classes as soon as
 
possible, to have the students maintain their first language
 
<L1>, and to promote their culture and in doing so, raise
 
their self-esteem. When questioned further, she said that
 
the main goal was for the children to be speak i ng and
 
working in English <L2) as soon as possible. When asked how
 
the bilingual program was set up at her school, she
 
responded that the NEP and LEP students are pul 1 ed out of
 
their regular Engl ish classroom anywhere from 30 minutes to
 
one hour dai1y to work on English language development with
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a bilingual aide. All instruction outside the regular
 
classroom is given by bilingual aides.
 
At school B, when asked the same sorts of questions,
 
the principal stated that the goals of the bilingual program
 
at his school involved identifying and teaching NEP and LEP
 
students in their first language (LI). The ideal is that by
 
the time the students have been taught in their primary
 
language (LI) for three to four years, they will be able to
 
transfer ski 1 Is over to English (L2). The overriding goal
 
is to create bilingual and biliterate students. When
 
questioned further on how exactly his bi1ingual program was
 
set up, he explained that, at each grade 1 eve1, there was at
 
least one bilingual teacher who taught reading and math in
 
the primary language (LI) to the NEP and LEP students at
 
that 1 eve 1.
 
In Canada, the overriding goal of immersion programs is
 
not only to acquire the L2, but to also fu 1 1 y deve 1 op and
 
maintain the LI (Campbell, 1972). The Canadian goal foilows
 
the theory of Additive Bi1ingualism, that the students will
 
add a second 1 anguage on top of the 1 anguage they already
 
know.
 
Comparing the goals of the site schools to the goals of
 
the Canadian programs gives a negative comparison for school
 
A, as this school focuses primarily on the acquisition of
 
English with 1 i.ttle regard to the LI. 'There was a positive
 
comparison with school B, as this school, 1 ike the Canadian
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schools, has second language acquisition and maintanance of
 
the LI as goals.
 
Results
 
To see how the results from school A and school B
 
compare to the Gahadian model, it is helpful to summarize
 
the findings of this study and the findings from the
 
Canadian research <see table 6>.
 
Research Question #1
 
Is there a difference in parental attendance between
 
two site schools and Canadian schools?
 
The analysis of parental attendance data indicated that
 
there was a difference between parental attendance at school
 
A and parental attendance in Canada. However, there was not
 
a difference between parental attendance at school B and
 
parental attendance in Canada. School B, like Canada, had
 
high parental attendance whi1e school A had low parental
 
attendance. Because school B had a much 1arger percentage
 
of Hispanic students attending the school, 78% compared to
 
48% at school A, school B had no choice but to get the
 
Hispanic parents involved. In regard to parental
 
attendance, one cannot expect a parent to attend school
 
related functions if he or she does not understand the
 
1 anguage in which the announcements are sent home or the
 
language in which meetings are conducted. At school A, on1y
 
,1
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Table 6
 
Comparison of Canadian programs and two site schools
 
Canada School A School B
 
parental high 1ow high
 
attendance
 
1anguage high 1ow high
 
status
 
teacher
 
training superior inferior superior
 
and
 
knowledge
 
economic middle lower lower
 
status class class class
 
goa1s enrichment acquisition enrichment
 
and bi1ingualism, of L2 with bilingualism,
 
policies academic no regard for academic
 
achievement, maintenance of achievement,
 
recognize native LI recognize
 
culture native culture
 
20% of the teachers said notices always go home in Spanish,
 
compared to 94% of the teachers at school B who sald not ices
 
always go home in Spanish. A school cannot expect parents
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to attend functions if parents are not informed about them
 
in a language they understand.
 
Also, the fact that school A was having a difficult
 
time finding a Spanish-speaking person to be a
 
representative on the Site Council was another indicator
 
that school A had low parental attendance. School B, on the
 
other hand, had been holding Site Council meetings in
 
Spanish, indicating that the majority of parents in
 
attendance were Spanish-speaking.
 
Another item that surfaced in the interview with the
 
principal of school B was the celebration of Mexican
 
holidays at the school, for example, Cinco de Mayo. School
 
B had a very large turn but of parents as wel l as community
 
members to their celebration. As research shows (Cummins,
 
1989), the key to a successful bilingual program is
 
community involvement.
 
On the factor of parental attendance, then, only school
 
B had the same parental attendance as Canada.
 
Research Quest 1on #2
 
How does the status of Spanish in the two site schools
 
compare to the status of English in the Canadian programs?
 
The analysis showed that school B came close to meeting
 
the criteria set by the Canadian model for language status,
 
but school A did not. In Canada, English (Li) is a language
 
with high status. At school A, Spanish (Li) had a very low
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 status while at school B it had a higher status. At school
 
A, only 22% of the teachers ranked Spanish in the upper half
 
of the prestigious languages. Since 22% is not even
 
one-quarter of the teachers, Spanish was considered to have
 
a low status at school A, At school B, 73% of the teachers
 
ranked Spanish in the upper half of the prestigious
 
languages. Since this was nearly three-fourths of the
 
teachers, Spanish was considered to have a higher status at
 
school B. The impression was given that the teachers at
 
school B had positive feelings towards the language and the
 
Hispanic students. However, at school A, teachers seemed to
 
look down upon the Spanish language.
 
This same attitude was revealed through the student
 
questionnaires. One can conclude that the students at
 
school B were comfortable using Spanish at school and that
 
they value this language. Even though they were learning
 
English and most likely could communicate in English, they
 
preferred to use Spanish. At school A, for 73% of the
 
students to say that they preferred to use a language other
 
than their primary language <Li) at school, Spanish was not
 
regarded as an asset at this school. It appeared that the
 
students were embarrassed, or ashamed, to speak Spanish at
 
school.
 
In summary, school A did not view Spanish as highly as
 
the Canadian schools viewed English. School B, although
 
there was one exception, did view Spanish <LI) in a positive
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1ight which was simijar to how the Canadian schools viewed
 
English CL1>.
 
Research Question #3
 
How does the training and know]edge of teachers in two
 
site schools compare with Canadian teachers on the subject
 
of bilingual education?
 
The analysis showed that the training and knowledge of
 
the Canadian teachers was superior to the training and
 
knowledge of teachers at school A. However, the training
 
and knowledge of the teachers at school B closely resembled
 
that of the Canadian teachers. At school A, only 26% of the
 
teachers felt that they were qua!ifled to teach sheltered
 
English while 67% of the teachers at school B felt that they
 
were qualified to do this.
 
On the teacher questionnaire, the teachers were asked
 
specifically how many inservices they had attended in the
 
past year dealing with bilingual programs or teaching
 
strategies for LMS. At school B, 22% of the teachers
 
indicated that they had attended three or more of these
 
inservices. At schoo1 A, only 5% of the teachers had
 
attended this many inservices. For some reason, the 
teachers at schoo1 A were not getting inserviced on 
bilingual education methods and therefore, did not feel 
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qualified or able to meet the needs of their bilingual
 
students.
 
When asked about the number of university classes they
 
had completed on this same topic, at school ft, 74% of the
 
teachers responded that they had not completed any such
 
classes. At school B, 83% of the teachers responded that
 
they had not completed any of these classes either.
 
In conclusion, the Canadian teachers and the teachers
 
at schoo1 B had similar training in the area of second
 
language acquisition methods. The teachers at school ft were
 
1acking in this training.
 
Research Question #4
 
Is there a difference in economic class between the
 
study subjects and Canadian students?
 
The analysis of the data showed that the students
 
attending these two site schools came from a very different
 
sector of the population than the Canadian students. The
 
students of both school ft and school B were overwhelmingly
 
from families who were working in unskilled and skil led
 
jobs. As the level of educatibn needed for certain
 
classifications of jobs increased, the number of parents in
 
those classifications decreased.
 
The economic status of the students at the site schools
 
and Canadian students was definitely different. Site school
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students came from lower class backgrounds while Canadian
 
students came from middle class backgrounds.
 
Research Question #5
 
Are the goals and policies of the two site schools the
 
same or different from those of Canadian schools for second
 
language learners?
 
It was very clear from the data analYsis that the goals
 
and policies of sdhodl, A were different from the Canadian
 
mode 1 wh 11e the goaIs and po1 icies of school B v;ere direct1 y
 
aligned with the Canadian model. It is Important to note
 
that the district goals did not include any mention of
 
maintaining the primary language CLl). At school A, the
 
principal was unsure of the goals, and was obviously not
 
very fami 1iar with bilingual education research. She relied
 
on her bi1ingual assistant principal to answer questions
 
pertaining to the bilingual program at the school. At
 
school B, however, the principal explained what services the
 
NEP and LEP students were receiving at each grade 1evel. He
 
went on to explain that the overriding goal of his program
 
was to produce bi1ingual, bi1 iterate students. He also
 
stressed the importance of maintaining the students'" primary
 
language CLl). School A focused on teach i ng students
 
English as soon as possible and made no provisions for
 
supporting and maintaining Spanish. At school B, the
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emphasis was on helping students read, write, speak, and
 
understand both Spanish and English.
 
In conclusion, there was a difference between the goals
 
and policies of school A and the Canadian schools. There
 
was no difference at al l, despite the districfs goals,
 
between the goals and policies of school B and those of the
 
Canadian programs.
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CHAPTER 5
 
Discussion
 
This study examined three contexts for second language
 
learners; the Canadian context, the context of site school
 
A, and the context of site school B. The Canadian context
 
was different from the American contexts in some respects.
 
However, the two American contexts were also very different
 
from each other.
 
Because there are numerous labels for programs that
 
focus on second language learners, it is beneficial to look
 
at the factors creating an idea! context for these students
 
rather than the label of the prograrn. In the Canadian and
 
American studies examined in the Review of Literature,
 
successful programs had several factors in common: parents
 
took part in school planning, and were involved in their
 
chi}dren''s education; the languages that were taught and
 
maintained had high statuses in that society; the teachers
 
who were directly involved in the implementation of
 
successful programs had been wel 1 trained and had superior
 
knowledge of how to implement methods appropriate for second
 
language learners; students came from middle class
 
backgrounds; and finally, the goals and policies focused on
 
successful programs focused on having students become truly
 
bilingual by acquiring a second language (L2> while
 
simultaneously maintaining the primary language <L1).
 
The successfuT Canadian programs like those in St.
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 Lambert and Quebec had the above mentioned factors present
 
which created a successful context for their second language
 
learners. In the United States, the programs in Mary 1 and
 
and Texas also had these same factors present.
 
Shortcomings of the American Context
 
In creating a successful immersion program for second
 
language learners then, one needs to aim at creating a
 
context similar to the ones mentioned above. However, in
 
many areas of the United States, the ideal context for
 
second language learners does not exist and cannot be
 
created due to situations beyond an educator's control. For
 
example, perhaps there are not enough qualified bilingual
 
teachers available to teach in such a program. Perhaps the
 
teachers who are workihg in bilingual programs have not been
 
adequately trained in the necessary methods. Another
 
problem could arise if the parents of the second language
 
learners are not highly involved in the decision making at
 
the school or do not have the means to create changes within
 
the school. ■ ... 
Lack of parental attendance
 
One shortcoming of school A was the 1 ack of parental
 
attendance at school meetings. One of the reasons parents
 
were not attending very many school meetings at school A
 
could have to do v;ith the "opposit ional attitude" explained
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by Ogbu and Matute-Bianche C1986). This theory follows that
 
Mexican Americans had been in the southwestern United States
 
for about 150 years before the "Anglos" arrived, conquered,
 
and annexed their territory. Mexican Americans have faced
 
many forms of exploitation by the dominant group. Anglos
 
regarded Mexican Americans as inferior. Mexican Americans
 
had unequal access to housing, education, political power,
 
and economic resources and rewards. Since Mexican Americans
 
were paid lower wages for the jobs they held, the Mexican
 
American youths most 1ikely , realized that getting an
 
education would bring them few rewards. This attitude
 
eventual ly developed into bitterness, frustration,
 
resentment, and mistrust of Anglos and the entire
 
educational system. The experiences of the Mexican
 
Americans caused them to develop an "oppositional" attitude.
 
It is 1 i ke1y that this atti tude has influenced how
 
frequently or infrequently these parents attend school
 
meetings.
 
This oppositional attitude, however, can be overcome in
 
the United States. School B was an excellent example of a
 
school overcoming such an attitude. At this school's Site
 
Council Meetings, 83% of the parents in attendance were
 
Hispanic. This success was probably achieved through
 
multiple factors, but it appeared that a big factor in
 
parental attendance at school functions was related to what
 
language the principal and the teachers spoke. If the
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principal and some teachers spoke Spanish, Hispanic parents
 
tended to be more involved in the school. This was most
 
likely due to the fact that the parents felt that they could
 
communicate with leaders of the school. At school A, the
 
principal did not speak Spanish, and only 13% of the
 
teachers spoke Spanish. At school B, the principal spoke
 
Spanish and 33% of the teachers spoke Spanish.
 
Lack of appropriately' trained bi 1 inaual teachers
 
Another obstacle to creating the ideal American context
 
deals with the l ack of qual ifled bi l ingual teachers. The
 
district of schools A and B stated in 1990 that it employeed
 
only twelve teachers who heId bi1 ingua1 teaching
 
certificates. Overall, this district, in 1990, had a
 
shortage of twenty-five credentialed bilingual teachers for
 
grades kindergarten through five (Berry, 1990). So, in
 
reality, there is a shortage of trained bilingual teachers
 
who could successfully Implement programs for second
 
language. learners in the United States,
 
Due to the lack of qualifled bi1ingual teachers, the
 
overwhelming majority (seventy-four percent) of the teachers
 
at school A who are working with second language learners
 
responded that they did not feel at aU qualified to work
 
with such students. This figure indicated that In this
 
context, the teachers have not been adequately trained and
 
that much more training would need to be done before this
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particular school could come close to meeting the ideal
 
context for second language learners. However, the majority
 
of teachers at school B reported that they did feel
 
qualified to teach NEP and LEP students, that they were
 
familiar with second language acquisition methods, and they
 
felt that they were meeting the needs of these students.
 
This difference seemed very perplexing as both of these
 
schools are in the same district and all teachers should
 
have been exposed to the same inservices and training
 
programs v/hich are mandatory. Perhaps the principal at
 
school B had better supported the training provided by the
 
district, or followed up on training so that the teachers
 
felt comfortable and capable of meeting the needs of their
 
NEP and LEP students. Also, since principals were able to
 
plan some of their SIP (School Improvement Plan) days,
 
perhaps the principal at school B had spent more time and
 
money inservicing his teachers on this topic. Since school
 
A had fewer NEP and LEP students, it is possible that the
 
teachers there were focusing on: issues other than bilingual
 
education methods. Also, the policy and goals of schools A 
and B focused on different types of programs; school A 
focused on ESL while school B focused on biIingual 
strategies. , . ■ 
Concerning the percentages of teachers at both schools
 
who had not taken a university class dealing with bilingual
 
education in the past year, it was surprising that the
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percentages at both schools were extremely high C74% at
 
schoo1 A and 83% at school B), School A is a new school of
 
less than five years. School B Is an older school, the
 
tirst in this cdmfnunity. School A is staffed with newer
 
teachers who have had less experience teaching - an average
 
number of nine years. School B is staffed with a larger
 
percentage of experienced teachers - an average number of
 
fifteen years. It is possible that school A, being a newer
 
school, would have had more teachers completing university
 
classes as they might still be working on masters degrees pr
 
additional credentials. If this is the case, and these
 
teachers are taking classes, they must be taking classes in
 
something other than methods in bi1 ingual education.
 
Economic Status
 
One of the major differences between the two site
 
schools and the Canadian schools was the finding that the
 
students in bilingual programs came from extremely different
 
sectors of the society. In the two study schools the
 
students came overwhelmingly from lower class backgrounds as
 
opposed to the middle class backgrounds of the Canadian
 
students. This was a major finding as economic background
 
in turn influences school context and societal context.
 
Students coming from middle class backgrounds definitely
 
have different experiences than students coming from lower
 
class backgrounds. These differing backgrounds cause
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students to bring different experiences to school which
 
ultimately influence how well they learn or fail to learn in
 
the classroom setting.
 
Because there was an extraordinary difference in
 
economic class between the site school students and the
 
Canadian students, more research needs to be done in this
 
area to determine if lower economic status students can
 
benefit from immersion programs similar to Canada,
 
Modifications Needed for American Schools
 
Because the American and Canadian contexts differ in
 
important areas for second language learners, it would not
 
be wise to transplant the Canadian model to the Unlted
 
States without first making some changes.
 
First, an effort must be made to involve the parents of
 
second language learners in the education of their chi1dren.
 
Notices must be sent home in a language that the parents
 
understand. Meetings must be conducted or translated into a
 
language the parents understand so that they can take an
 
active part in such meetings. Bilingual teachers must be
 
employeed so that teachers and parents can communicate
 
effectively about the progress of the students. Bilingual
 
administrators must be employeed so that parents can
 
communicate their feelings to the administrators.
 
In Canada, this effort to involve the parents ^-^as not
 
needed because the middle class parents were already
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actively involved in their children-'s education. In the
 
United States, the situation is different due to the fact
 
that most second language learners come from lower class
 
backgrounds. These parents wil 1 need to be encouraged
 
strongly by school personnel if they are going to be
 
actively involved in the education of their children.
 
A second modification that will need to occur in
 
Amer ican schools deals viith the attitude teachers, as
 
members of society, transmit to their students regarding
 
Spanish. At school A, teachers did not regard Spanish
 
highly. If the teachers themselves feel that it is not
 
worth the effort to learn Span ish, they consciously or
 
unconsciously transmit this attitude to the students they
 
come in contact with on a daily basis. Teachers need to
 
view bi llnguaiism as a positive asset, as something that
 
will aid students as they go through life and meet people
 
from other countries or as they apply for Jobs requiring
 
contacts with more than one language. Teachers themselves
 
need to make an effort to learn the 1 anguage of their
 
students. This effort alone would make a big difference in
 
how the students viewed the language.
 
In Canada, there was no problem of language status
 
because the two languages involved had inst i tutional support
 
and were highly valued languages. Teachers were fluent in
 
both English and French and one language was not considered
 
to be superior to the other. In Canada, many jobs require
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workers to be fluent in both languages and students can
 
easily see that being bilingual is an asset.
 
A third modification that will be needed in the United
 
States is that of training teachers. At school A, teachers
 
admitted that they did not feel qualified to work with
 
second language learners. Because this district lacked
 
qual ified bi1 inguat teachers, regular education teachers
 
having little or no training in second language acquisition
 
methods were forced to work with these students. Un i ted
 
States schools must adequately train bilingual teachers in
 
methods that have been proven successful with second
 
language learners. Teachers need to study the theories
 
behind the methods so that they understand the process of
 
acquiring a second language and can make professional
 
decisions regarding the students in their classroom.
 
One last change that will need to occur in United
 
States schools to create an i deal context for second
 
language 1 earners deals with the goals and policies of the
 
program. Some American schools, 11ke school A, focus solely
 
on teach i ng students as quickly as possible the majority
 
1anguage with 1 i 111e regard to the students^ primary
 
1anguage (LI). However, the overriding goal for these
 
American students needs to be to acquire the second language
 
CL2) whi1e simultaneously maintaining and enriching the
 
primary language (Li). American educators must not focus so
 
much on the majority 1anguage CL2), that students ultimately
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lose their primary language (LI). American educators must
 
focus on creating truly bilingual students.
 
The Contexts of Schools A and B
 
The context of school A was not at all ideal for second
 
language learners in comparison to the Canadian context.
 
This school met none of the five criteria of this study. A
 
possible reason for this lack could revolve around the
 
philosophy of the principal. This principal explained that
 
her goal for second language learners was to have them learn
 
the majority language CL2) as quickly as possible. She was
 
not of the opinion that maintaining the primary language
 
<L1) v;as beneficial to the students as she did not see a
 
correlation between maintaining the primary language <L1)
 
and successfully building upon that knowledge to aid in
 
learning a second language <L2). For this principal,
 
Cummins'' (1989) Common Underlying Proficiency (CUP) Model
 
went against what she personal ly believed. Because of the
 
principal''s bel iefs, school A focused only on teaching
 
English as quickly as possible to LMS.
 
The context of school B, on the other hand, came very
 
close to meeting the criteria set by the Canadian model. At
 
this school, parents of second language learners were
 
attending meetings, the majority (95%) of teachers valued
 
the Spanish language and were passing this attitude on to
 
their students (62% of the students viewed Spanish in a
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positive way). Teachers allowed students to do work in
 
class in Spanish as well as sent notices home In Spanish.
 
School B differed from the Canadian model in one respect;
 
the parents of the second language learners at school B v?ere
 
from the lower class background whi1e the Canadian parents
 
were from the middle class background. In spite of this one
 
difference, school B was successful 1y carrying out a program
 
very similar to the Canadian immersion programs.
 
Comparison of Schools A and B
 
Considering that both school A and school B are in the
 
same district in southern Cal ifornia and enroll students
 
from the same population, why is the context of school B so
 
much more aligned with the ideal context taken from the
 
Canadian mode1?
 
The manner in which a school is managed and the success
 
of its programs depend on the societal context which is
 
created by 1anguage status, the community, socioeconomic
 
status, and the attitudes about school. A school^s success
 
also depends on the school context which is created by staff
 
knowledge, staff attitudes about a studenfs primary
 
language <L1), appropriate materials, and the students'
 
perceptions of teachers. When all of these factors are
 
taken into consideration, it Is imperative to understand
 
that they are all related and that they all influence each
 
other. At school B, most of these factors were working
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towards the success of the school, while at school A, they
 
were not.
 
It is possible to understand why the differences exist
 
between these two schools, but at the same time. It is
 
necessary to keep in mind that there is not one single
 
factor i,hat causes success or failure. The schoo1 context
 
is created by many factors; teachers, students,
 
administrators and community. Logically, one can deduce
 
that the administrators influence the teachers and that the
 
teachers influence the students. If this is the case, then
 
the tone set by the administrators wi l l great 1 y i nf 1 uence
 
the tone of the entire school. This chain of thought is
 
he1pfu1 in understanding why the differences exist between
 
school A and B.
 
At school A, it has already been mentioned that the
 
administrator's primary goal was to teach language minority
 
students English as quickly as possible. There was no
 
attempt at all to maintain the primary 1anguage (LI) of the
 
students. This attitude of the principal was transferred
 
over to the teachers and ultimately to the students. At
 
school B, however, the administrator had completely
 
different goals for his students. He numerated the primary
 
goals of his program: 1> to teach students in their first
 
language CLl) 2) to transfer ski IIs learned in LI to L2
 
within three to four years and 3> to create bil ingual and
 
biliterate students. This administrator had goals
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resembl1ng'the goals of the Canadian immersion programs.
 
Another important factor was that the administrator of
 
school B was Hispanic and spoke fluent English and Spanish.
 
Parents felt that they could communicate with him in a
 
language with V7hich they were comfortable. He made an
 
effort to involve the parents as well as the community in
 
school functions, as was proven by, their largely successful
 
Cinco de Mayo celebration. Because the principal of school
 
B set the tone for th^ teachers, they were then able to set
 
the tone for the students in creating a successful context
 
for second language learners.
 
Conclusion
 
Referring back to the research questions, this case
 
study showed that there are differences in parental
 
attendance, language status, teacher training and knowledge,
 
economic status, and goals and policies betv?een Canada and
 
the United States. This case study also showed that it is
 
possible to use the, Canadian model in the United States if
 
some modifications are made. Focus needs to be placed on
 
the context created for second language learners in the
 
United States. Using the Canadian context as a model.
 
United States educators can create a context in which second
 
language learners can be successful. School B, although not
 
working with parents of the same economic status as the
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Canadian parents, did create a successful context for their
 
second language 1 earners»
 
There is no one perfect model that can be used
 
throughout the United States or even within a state.
 
Educators need to become aware of the theories dealing with
 
second language acquisition, receive training on the
 
methods, and then create a context appropriate for their
 
specific situation. The Canadian model can be used as just
 
that, a model, but American educators wi1 1 ultimately create
 
their own mode 1 that will be used successfu1 1y with American
 
LMS in an American context.
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appendices;,
 
A/ TEACta QUESTIONNAIRE COVER LETTER
 
For my Masters Project, I am doing a study to assess a
 
district''s readiness to implement an immersion program. The
 
variables I am focusing on are 1anguage status, and
 
professignaI train ing and know1edge. PIease take a few
 
minuteg to fill out this questlohnaire. You do not nesd to
 
sign your name. Al l answers wl 11 re'main confidential.
 
Thank you In advance for your time arid help in my study.
 
P1ease return to your school secretary as soon as possible.
 
I will pick them up next week- Thank you!
 
CherYi-..'Trout^
 
Schbbl
 
Grades Taught
 
Years as a teacher
 
Number of years you have worked
 
with LEP/NEP students
 
Credentia1s he1d
 
Degrees heid CMasters, etc.)
 
Do you have a CLDS) Language Development;Specialist
 
Certificate? yes no
 
Do you have a CBCC) BilInguai Certificate of Competence? 
V; ■ ^ 
THANK YOU very MUCH FOR YOUR TIME!!!!! I
 
89
 
 B. TEACHER QUESTIONNAIRE
 
To what degree do ydu agree or disagree with the following
 
statements:
 
1= strongly agree
 
2= agree
 
3= disagree
 
4= strongly disagree
 
1. 	You as a teacher value the Spanish
 
1anguage. 1 2 3 4
 
2. 	Spanish is more prestigious than English.
 
1 2 3 4
 
3. I feel that I am qualified to teach sheltered English to
 
NEP/LEP students. 1 2 3 4
 
4. I am familiar with teaching methods for NEP/LEP
 
students. 1 2 3 4
 
5. I feel that I can meet the needs of NEP/LEP students
 
that are placed in my class. 1 2 3 4
 
6. Please rank the following languages in terms of prestige
 
in our society; English, Chinese, German, Spanish
 
Most prestigious 	 '
 
Least prestigious.
 
Please circle the response that pertains to your situation:
 
7. 	How many inservices have you attended in the past year
 
that dealt with bilingual immersion programs?
 
three or more two one zero
 
8. How many university classes have you completed in the
 
past year that dealt with bilingual programs or teaching
 
strategies for language minority students?
 
three or more two one zero
 
9. Do you al1ow your NEP/LEP students to do work in
 
Spanish? Always Sometimes Seldomly Never
 
10. 	Do you send notices home in Spanish?
 
Always Sometimes Seldomly Never
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C. STUDENT QUESTIONNAIRE (ENGLISH)
 
Grade 	 NEP LEP
 
1. Do you like to speak English or Spanish better at
 
school? ■ 
Spanish English 
2. If you are talking to someone who understands both
 
Spanish and English, which language do you talk to them in?
 
Spanish 	 English
 
3. Do you use 	Spanish in your classroom? yes no
 
4. Do you read and write in Spanish? yes no
 
5. 	Which language do you use more on the playground?
 
Spanish English
 
91
 
D. STUDENT QUESTIONNAIRE (SPANISH)
 
Grado NEP LEP
 
1. 	 Te gusta hablar ingles o espanol en la escuela?
 
espanol Ingles
 
2. Si hablas con alguien que entiende ingles y espanol
 
cual idioma usas?
 
espanol ingles
 
3. Hablas en espanol en tu clase? si no
 
4. Lees y escribes en espanol? si no
 
5. 	Cual idioma usas mas durante recreo?
 
espanol ingles
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